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Abstract 
 
 
Recent pedagogical research argues that alongside the theoretical knowledge 
and professional skills that are traditional to tertiary education there is need for 
the development of practice wisdom.  As this approach to wisdom is 
underpinned with Socratic conceptualisations of humility and the capacity to 
recognise knowledge deficits, the learning environment must facilitate personal 
confidence, and commitment to personal development.  Ideally professional 
graduands should see themselves as embarking on a course of self efficacious 
growth, confidence building, and committed reflective development. Previous 
research implies that graduate confidence is undermined at the time of 
transition to work and thus activities that contextualise student learning provide 
added bonuses.  Because of this significance of the organizational context to 
professional efficacy, a tertiary teaching/learning environment has been 
developed which focuses on simulating the organizational context of 
professionalism. An on-line learning strategy is introduced to expose students to 
a combination of problem based learning and collaborative learning in simulated 
organisational contexts.  The on-line environment is used as an avenue for 
recruiting participation in reflective development while the future-professional is 
still in the tertiary teaching context.  
 
This project applies simulated on-line roles that are analogous of the 
professional roles and responsibilities of human service practice. This informs 
teaching practice regarding the need for developing expected levels of practice 
confidence and commitment to wise practice.  
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Introduction 
 
 
The aim of this article is to present a theoretical model for online learning in human service 
work practice preparations.  As human service is a deeply human and caring process, it 
requires “important organizing ideas” which assist with the acquisition of the knowledge and 
wisdom needed within professional relationships (Adams 2004:125).  This discussion 
considers some organizing ideas which help practitioners to manage the knowledge and 
skills which they use in successful interactions in their practice agencies. The discussion 
examines organizing principles for professional relationship skills and develops these into 
learning principles for a holistic approach to professional education.  These principles 
promote certain on-line methods for facilitating the learning process that students engage 
with.   
 
The discussion establishes the model of learning that will be used.  It considers the 
importance of this model in professional development and it then describes how this model 
has underpinned a new approach for students learning about organisational literacy.  After 
this is achieved there is discussion of the importance of this approach for professional life-
long-learning.  The model of learning starts by considering Hudson’s model of knowing. 
 
Professional organising principles 
Hudson (1997) established what might be called an ‘expertise’ based organising model.  
This explained the professional self in the professional context of Australian Social Work 
practice.  For her, expertise in human service practice was achieved when practitioners 
actively supplement their basic or ‘personal knowledge’ with theoretical knowledge, empirical 
knowledge, procedural knowledge and then practice wisdom (See Figure 1).   This 
discussion develops Hudson’s knowledges and then builds on this model of organizing 
principles by critically considering her concept ‘practice wisdom’. 
 
Figure 1          ‘Informed Choice’
………Model of Professional Knowledge
Professional Knowledge
Practice Wisdom
Procedural Knowledge
Personal Knowledge
Empirical Knowledge
Theoretical Knowledge
Model of Professional Knowledge Forms
From Hudson 1997:38
 
 
The first critical point about Hudson’s model is that it implies that each person understands 
their professional role through the possession of four forms of knowledge and one form of 
wisdom.  By contrast the dynamics of practice must acknowledge changing beliefs and the 
need to constantly supplement knowledge.  Thus, a dynamic model might show knowledge 
flowing in and recognise the changing context and personal needs of the practitioner. Within 
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a deeply human profession it would be foolish to forget that, while human service work 
outcomes pertain to client needs, its practitioners work to meet their our own changing day-
to-day social needs. Though this model appears to be a development of the four types of 
knowing that are described by the learning theorist Killen (2003:10), it will be focussed by his 
metacognitive knowing and Hudson’s corresponding personal or self-knowledge. 
 
This discussion recognises the value of constant empirical, theoretical and procedural 
‘progress’, while also emphasising the personal needs of the professionals themselves.  The 
development of personal or self knowledge is considered after Seligson (2004) to be 
motivational and rewarding.  This self knowledge is seen as broad and inclusive of the 
practice wisdom of Hudson’s model.  By first considering personal knowledge the discussion 
develops a dynamic and critical model of the professional in the organizational context.   
 
 
Personal knowledge: 
 
 
The ‘expertise’ model (Figure 1) described personal knowledge as the material we know that we can 
use spontaneously or in everyday ‘reason’.  Hudson’s (1997:38), personal knowledge could be seen 
as personal reality including “intuition, cultural knowledge and common sense.” (see Figure 2).  
Personal knowledge may then be seen as far more important than just a stable, common-sense, 
base-knowledge for practice. Personal knowledge may be seen as the integrating framework of 
understanding upon which each person’s reality rests.  Personal knowledge involves adapting 
individual interpretations of reality that are provided by experience of the changing culture we live in. 
Not just professional but every personal experience, may be seen as potential for building new 
knowledge upon our socio-cultural base of understanding, or reality.  This reality is enriched by 
Killen’s metacognition, namely knowledge of cognition and self (self-knowledge). Simply, our personal 
knowledge, or what we understand as our basis of reality, can be broadened to include self-
knowledge regarding, how we come to feel experiences, how we actually process information, what 
understanding we accept and what motivates us.   This is describe conceptually in Figure 2 so that it 
can be the subject of reflective processes and cognition.  
 
Figure 2     Reflective Learning Model
Learner
Conception
Learner 
Actions
Evaluation 
Learner’s
Personal
Knowledge
Practice
Wisdom
Empirical
Theoretical
Learning
Personal Reality
Personal  
Needs
 
 
Contemporary sociologists agree that ‘knowing’ is deeply influenced by cultural and social 
programming.  Culture creates for each person their view of reality and it teaches them the 
meanings of their experiences in life.   Rather than interpreting ‘intuition, cultural knowledge 
and common sense’ as a background of ideas for practice, it should be seen as the 
framework through which each individual understands their world, and judges every event 
within their perceived reality.  From this perspective educationalists such as Laurillard (2002) 
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describe professional learning as a process of fitting new knowledge into a developing 
personal framework of knowing.  This seems to be a conceptually richer description of 
personal knowledge which permits individual examination of that framework (as in Figure 2).   
 
The task of professional education is to ensure that the proto-professional integrates into 
their ‘reality’, not just Hudson’s relevant empirical, theoretical, and procedural information, 
but the ‘self-knowledge’ that will help them to understand their reality, even factors such as 
their motivation, goals and needs in the dynamics of the work role.  Professionals who know 
how they function, what causes successes and what makes them happy will be more 
effective in the workplace.  These are reflective practitioners who developed their 
understanding of their own functioning (communication skills, emotional responses etc) so 
that it is an evident part of their normal world-view or reality.  
 
As an organising principle professional learning is about linking new empirical, theoretical, 
procedural and (meta-cognition) self knowledge so that it is compatible with or part of the 
‘personal knowledge’ that we have developed through life.  Hudson’s model emphasises the 
importance of integrated knowledge and as such it demands a reflective process whereby 
professionals seek to understand their actions through theory and their theory within action. 
If human service practitioners seek deliberate and reflective development, the knowledge 
they bring to practice may be seen as an integration of (Hudson’s) theoretical, empirical, and 
procedural knowledge with self knowledge and practical wisdom.  Thus an organising model 
for professional learning should promote and incorporate reflection and it should accord with 
theoretical, empirical, procedural and practice wisdom learning functions.  
 
Before the value of reflection can be considered further there will be brief consideration of 
Hudson’s other knowledges, and practice wisdom.  
 
 
Empirical knowledge: 
 
 
Hudson’s recognition of the importance of empirical knowledge in practice relates to Killen’s 
perception that the simplest form of knowing is about remembering facts that inform practice.  
This is useful to forming a picture of practice situations and is useful for developing a 
snapshot of the background to client situations.  Reflective practitioners can examine the 
importance of factual presentations of issues and their need to arm themselves with facts 
when negotiating with others in the practice context. 
 
 
Theoretical knowledge: 
 
 
Hudson’s theoretical knowledge equates with Killen’s perception that learners can strive for 
a more complex form of knowing which is ‘conceptual knowledge’.  This is about knowing 
how to classify, generalise, theorise and model life situations.  Reflective practitioners can 
achieve a more informed and less ‘common-sense’ driven model of practice through 
understanding client situations using classification and theory. 
 
 
Procedural knowledge: 
 
 
Hudson sees procedural knowledge as that knowledge which helps when implementing the 
professional actions that human service workers are committed to.  Hudson defined this 
procedural knowledge in a professional sense as information “about the organisational, 
legislative, or policy context within which social work operates” (Hudson 1997:38).  This is 
about knowing how to get things done (Killen 2003:11) in the ‘real’ world of practice, but it is 
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also subject to the value based judgements that prompt action in the world of work.  This is 
commonly about implementing theoretical models in addressing disadvantage, achieving 
justice, promoting rights and helping generally. If an individual is proficient at achieving these 
priorities in the workplace, then they must: understand the theory, be committed to the 
priorities, be able to interpret the composite actions of these priorities and have the 
procedural knowledge required to ensure these actions are implemented.  This requires 
knowledge of “subject specific skills” of “subject specific techniques and methods” and of 
“criteria for determining when to use particular procedures” (Killen 2003:11). 
 
In a contextualised sense, if personal knowledge is seen to include cultural programming 
then procedural knowledge may be seen as knowledge1 of the culturally endorsed 
procedures of practice.  Procedural knowledge will then require some theoretical knowledge 
but it will include knowledge of rules and processes as well as the culturally appropriate 
communication skills which succeed within organisations.  Thus organising principles for 
developing practice knowledge should include strategy that promotes culturally endorsed 
practices which might achieve practical outcomes in organisations.  They may also include 
practices which develop the values and beliefs that will support successful procedure.    
 
Like personal knowledge, procedural knowledge can be subject to strategic improvement if 
as an organising principle we recognise that there are strategies for exposing, interpreting, 
understanding, and then dealing with procedural problems in the practice context. This is 
about strategic development of the dynamic processes and of value-based interpretations of 
interactions.  For example: if Compte and Postlewaite (2003:1) have found that “positive 
emotions can improve performance”, then by developing certain emotional pre-dispositions 
(a positive approach) to procedural successes and failures workers can promote procedural 
success.  Though procedural knowledge is normally seen as knowing about how to take the 
sanctioned steps in set processes it may also be about learning to develop (organising 
principles about) effective ways of interpreting outcomes in the practice context.  Such 
principles may relate to reflecting on the steps which work and on positive interpretation of 
process that have occurred.  This procedural knowledge is about conceptualising the 
component procedures and emotional processes that achieved desired outcomes.  
 
 
Practice wisdom: 
 
 
Closely linked with the concepts: self-knowledge and procedural knowledge, is the idea of 
practice wisdom (see Goldstein 1990; Gowdy 1994; Klien & Bloom 1995; Dybicz 2004; & 
Halverson 2004).  Wise professionals recognise not just their own processes in practice; 
they also recognise client expertise regarding their own life circumstances.  Thus they 
intuitively recognise when to defer to client knowledge and when to seek further theoretical 
and procedural knowledge.  Such decisions are not based on the reasoned application of 
theoretical knowledge or skilled application of procedural knowledge. Dybicz argues that 
professional decision-making requires a combination of both knowledge and a practice 
wisdom which extends beyond Hudson’s (1997:38) idea of “knowledge gained from the 
conduct of social work practice”.   Practice wisdom is no longer thought of as merely that 
tacit, practical, generalised knowledge which we gain and store after repeatedly applying 
correct principles to cases.  Dybicz examined a concept of practice wisdom that was beyond 
tacit knowledge of procedures and applications and was ‘more as a process than a product 
(i.e., knowledge)’ (2004:199).  Dybicz’s ‘wisdom’ is about understanding when significant 
knowledge is missing, and about recognizing the need for new knowledge (Dybicz 
2004:198).  Seligson puts this more personally as “a non-defensive attitude and an 
understanding that one is never above improvement” (Seligson 2004:533).  Practice wisdom 
can be seen as a dynamic capacity for appropriately applying knowledge, and also a 
practical capacity for knowing when (and where) new knowledge must be found and used.  
                                                 
1  Knowledge here can be equated with knowledge and skills. 
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If practice wisdom is essential to good practice and it ‘involves recognizing the limitations of 
one's knowledge’, then practitioners should be committed to reflective development and be 
motivated in this aim (Dybicz 2004:199-200). Chan and Chan (2004:549), argue that good 
practice requires theoretical competence and commitment to reflective development of 
practice wisdom.  If reflective and dynamic ‘knowledge generation’ is central to practice, then 
the ‘personal and value-driven’ ‘systems of knowledge generation’ which motivate critical 
reflection are important considerations for developing practitioners (Dybicz 2004:199-200).  
Again it becomes clear that reflective dynamism is important to practice as it introduces the 
concept motivation into the analysis of good practice.  For example, the wisdom in humbly 
accepting the value of that knowledge which we do not possess, is linked with a value-based 
desire for wider knowledge and a humility about what we know.  Humility, ‘a non-defensive 
attitude’ and the desire for growth are value driven aspects of practice. 
 
Seligson (2004) talks of values and ‘artistry’ in the dynamic joint-narrative that is practice. 
The reflective practitioner seeks to understand the limits of their knowledge and seeks 
supplementary information in this light.  This means that wise professionals value self-
examination and are motivated to investigate the non-defensiveness, humility, motives and 
enthusiasm that they exhibit.  If so, reflection is inherently challenging and professionals 
need confidence to participate in the search for new knowledge.  They also need to 
intuitively recognise useful knowledge when they find it.  Thus self-knowledge, self-efficacy, 
self-esteem, self-confidence and self-motivation are components which relate to the practice 
wisdom that is integral to effective practice.  The professional education process should 
include strategic acknowledgement of the self-knowledge and practice wisdom aspects of 
knowledge development. 
 
 
Organising principles: 
 
 
It seems that wise contemporary practice is less about traditional ideas of storing empirical 
and theoretical knowledge and more about understanding self, the need for new knowledge 
and the processes of confidently finding knowledge (as introduced in Figure 2 and 
represented in Figure 3).  This confident acquisition of new knowledge is a procedural matter 
which pertains to the real world, life-skills or personal knowledge.  The acquisition of 
empirical (or factual) knowledge, theoretical (or conceptual) knowledge, procedural 
knowledge, self (metacognitive) knowledge and Practice Wisdom form the basis for 
contextual competence in practice, yet it is evident that personal confidence and 
commitment to practice wisdom are important to competence (Thompson 2005). 
 
An organising model of professional learning should present professional learning as a 
process of first moving from a biased uninformed ideological self to a literate empirical and 
theoretical self and then to a position which acknowledges the supplementing of this, literate 
self with self knowledge, procedural knowledge and practice wisdom.  A deeply human 
‘reflective’ or ‘critical competency’ model of practice assumes:  
 
1) that common-sense has biases and limitations which may either be unknowable, 
or exposed by theory,  
2) that theoretical and empirical knowledge are valuable but have unforeseeable 
limitations,  
3) that critical-competence is procedural, artistic, developmental and requires 
humble acceptance of the need for new knowledge, and  
4) that for developing/growing human beings, confident reflective development is an 
essential part of perceived competence in practice (Thompson 2005).  
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Figure 3 Changing Learning Paradigms
Scientific SelfIdeological Self
Knowledge Development 
Dynamic
Practice WisdomScientific Expertise
Traditional Model
Reflective Model
 
 
Thus a reflective model of professional learning needs to be established which highlights the 
dynamic nature of contextual competence, the need for on-going development, and the 
importance of values that support confidence and reflective practice (wisdom).  One 
organising principle for professional learning is that reflection, confidence, critical 
competence and commitment to practice wisdom are important principles of practice 
(Thompson 2005). 
 
 
Contextual needs for promoting practice competency  
 
 
Rather than aiming to achieve the traditional objective of professional education -filling 
students with knowledge - professional education should seek to prepare workers so that 
they can confidently approach practice challenges, commit to meeting those challenges and 
competently seek the knowledge needed when meeting those on-going challenges in the 
organisational context (Thompson 2005). This discussion considers previous work on 
practice wisdom as the basis for organising online learning strategy for professional practice 
based on practical wisdom.  It acknowledges the need for professionals to be confident 
about personal reflection and committed to this form of personal development.    
 
If the aim of professional education is to provide students with knowledge, that they can use 
to constrain personal bias or prejudice and establish themselves as committed reflective 
pursuers of practice wisdom, then the educative process must focus on motivational and 
value based objective. Traditional models of education present the theoretical and empirical 
information which is perceived needed when developing informed practitioners. The multi-
faceted practice artist described by Seligson and others requires: a core of knowledge, and 
values commensurate with a commitment to personal growth and the ethics of 
professionalism.  If educators are to promote a humble desire to achieve greater practice 
wisdom, procedural competency, personal confidence and personal commitment to gaining 
new knowledge, then they must promote a broader model of student learning.  This must 
acknowledge context, confidence, commitment as well as simple competencies (Thompson 
2005). 
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A learning model for promoting procedural and personal characteristics will be context 
sensitive as high levels of graduate confidence can be lost when graduands assimilate into 
their work agencies (Thompson 2005).  If graduands are to become confident reflective 
practitioners then the student learning process must highlight the importance of practice 
wisdom and life-long development.  Further it is important that the professional characteristic 
‘practice wisdom’ is understood as a confident commitment to reflective development within 
the organisational context of practice.   
 
Traditional Model of the Student            Model of proto-Professional
Spirituality
Professional 
Knowledge
Professional SkillsLife Skills
Ideology
Figure 4 Traditional & Dynamic Models
Theoretical
Empirical
ProceduralPractice Wisdom
Personal 
 
 
In moving from a model of student as scientific knowledge repository (Figure 3) to student as  
dynamic proto-professional (Figure 4 ) the common model of the professional human service 
worker as a multi-dimensional whole person is compared with Hudson’s (1997:43) multi-
dimensional model of professional expertise then developed to account for a dynamic view 
of a reflective professional (Figures 5).  In contrast to the compartmentalised view of a 
person professionals should see themselves as continually influenced by a range of factors, 
pertaining to their own needs for development, the organisational context, the dynamic 
discourse with the client and their own feelings of confidence, commitment and competence.  
The role of professional learning is to establish in students a desire to develop these facets 
of self within the personal reality (Figure 5).    
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The Human Service Worker & Professional Knowledge
Figure 5       Dynamic Model
Theoretical
E
Procedural
Practice 
Wisdom
Personal
Reality
Empirical
Procedural
Theoretical
Confidence
Commitment
Competencies
Context
Client
Narrative
Spirituality
Profession 
CommunicationLife Skills
Ideology
 
 
A wise professional sees their competence as constantly affected by the overlap of all of the 
levels in Figure 4 and the impact of a need for confidence, competence, commitment, client 
narrative and contextual information.  The following discussion will examine how students 
can be treated as developing professionals rather than knowledge repositories.  The design 
of professional education will be presented in terms of the desire to engage with the five Cs 
of wise practice as in Figure 6. 
 
The Human Service Worker & Professional Knowledge
Figure 6       Dynamic Model
Theoretical
Empirical
Procedural
Practice 
Wisdom
Personal
Reality
Empirical
Procedural
Theoretical
Commitment
Confidence
Competencies
Context
Client
Narrative
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Commitment 
 
 
Robbins et al (2003:448) argue that motivation in the workplace is influenced by ‘hygiene 
factors’ without which motivation is limited.  These factors should be considered as one part 
of the mechanics of work place motivation along with the goal based behavior which 
individuals use to prompt activities. For example Fisher and Somerton (2000:394) consider 
reflective practice to be encouraged in the learning environment by promoting student 
successes and thereby by “reducing threat and anxiety for the student in the learning 
process”.  The reduction of threat is more a liberator of motivation than a motivator.  
Whereas threat is a hygiene-factor which retards activity, the motivator is the value-based 
desire to act.  Thus a key aim for a learning environment is to minimize threat and 
encourage the values which energize individuals to seek reflective growth.  The desire for 
personal growth is an innate drive according to the psychological theorists Maslow and 
Alderfer (see Robbins et al 2003).  The interpretation of the drive is related to the values and 
beliefs that focus this drive to act into a motivation to reflectively develop practice wisdom 
and competency.   When these values are entrenched professionals will set reflective 
development goals for themselves if they believe they can achieve these goals (Robbins et 
al 2003). 
 
Thus an aim for the learning environment must be to promote feelings of safety and a desire 
for growth through reflective practice and the personal setting of goals.  If students are 
encouraged to set challenging professional goals and are shown that they can achieve these 
goals then it can be assumed that they will develop a sense of self-efficacy and control over 
their commitment levels. 
 
“Self-efficacy refers to an individual’s belief that he or she is capable of performing a task” 
(Robbins et al 2003:453), and therefore it allows individuals to set challenging goals for 
themselves.  As individuals who are highly motivated set both achievable and challenging 
goals (Robbins et al 2003:453), then self-efficacy influences motivation.  Thus high levels of 
motivation seem related to a professional’s confidence in his/her ability to succeed and the 
learning process should focus on the parameters which will increase student self-esteem 
and perceptions of self-efficacy.   
 
There are however, significant difficulties involved in designing learning environments which 
can intervene in the perceived self-efficacy deficits which limit the motivation of every 
student individually.  There are also similar difficulties in prompting goal-setting behaviour at 
an individual level, for every student.  Student learning can however, include information 
about goal-setting behaviour and then provide online processes which assist them to 
develop safe, achievable, contextualised goals.  The focus of part of the student learning 
process should then be on a contextualized perception of success rather than a distribution 
of passing/failing grades.   
 
A success oriented approach is essential to promoting confident goal setting and should be 
seen as an alternative to the normal student fixation on assessment tasks.  Commitment 
building activities should encourage individuals to develop more challenging but realistic 
goals for themselves (Mitchell et al 2000:243).    As the goal-setting aspect of motivation is 
associated with experienced confidence, an online learning log that focuses on perceived 
learning achievements is preferred to exam-based assessments.  A possible requirement of 
the learning log could be that individuals set learning goals for themselves and set about 
achieving them to increase their sense of goal-achievement and self-efficacy 
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Confidence  
 
 
Petrovich (2004:430) argues that  perceptions of self-efficacy will: 
 
 “affect a multitude of diverse factors: the decisions that people make, the amount 
of effort they put forth, their perseverance and resilience in the face of adversity, 
their tendency to think in ways that are self-hindering or self aiding, and the amount 
of stress and depression that they experience in response to difficulties (Bandura, 
1997).”   
 
High levels of achievement require that individuals are confident about goal setting and then 
are able to choose goals which lead to effective individual and organizational performance.  
Such goals should be specific and challenging.  If individuals are committed, have high self-
efficacy and receive “feedback along the way” then they will achieve (Mitchell et al 
2000:243).   
 
Evidently if individuals can perceive  a sense of self-efficacy in an appropriate  context then 
they are likely to achieve the motivation to reflect and seek practice wisdom (see Fisher and 
Somerton 2000:394; Ferguson 2003:1011; Gelman 2004:39).  Thus the an aim for the online 
learning environment is to promote a sense of perceived self-efficacy to prevent the lack-of-
confidence that might undermine student commitment (see Gelman 2004:39,45) to reflective 
development. 
 
Interestingly Petrovich has argued that graduate students  
 
“felt confident in their ability to relate cross-culturally to clients by the end of their 
graduate school experience, [but] this sense of self-efficacy often did not transfer to 
the world of work after graduation; [and further] this loss of efficacy seemed linked 
to the loss of power that students felt in an environment that was less supportive 
…” (2004:431).   
 
Lost confidence and therefore motivation can be caused by the contextual change from 
university to the human service organization.  It is advisable then that the created learning 
environment simulates as much as possible the context in which developing professionals 
must set their personal goals. 
 
 Mitchell et al (2000:243) and Petrovich (2004:431) imply that a contextualized sense of self-
efficacy (professional confidence) is important to reflective development of professional 
competence (not causative of it, see Holden et al 2003:426).   
 
“Self-efficacy is a subjective phenomenon in that people can possess a high 
degree of talent or skill, but not see themselves as able to apply their capabilities 
consistently or across a variety of situations”  (Petrovich 2004:429).   
 
Thus learning designs which encourage reflective practice need to promote the value of 
reflection in a context that resembles the real context in which the developing professional 
must practice.  The aim of professional learning design is then to increase the awareness of 
students that their values, knowledge and skills are appropriate in the work-place. The 
learning design should then promote knowledge application in a non-threatening 
environment so that students can develop a sense of achievement.  This sense should be 
reinforced by reflection on the personal achievements and growth that contextualised 
application of knowledge achieves.  Thus created learning environments can be developed 
to simulate real world case dilemmas and encourage students to challenge themselves to 
solve those dilemmas.   
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A realistic organisational report on personal competencies is required of each student so 
that they engage with a real and ‘objective’ measurement of their skills and knowledge 
against that position.  They are asked to provide advice to an organisation regarding the 
best methods for that organisation to use in achieving the unmet competencies that they 
require if they wish to realistically accomplish the requirements of a high level position (see 
Petrovich 2004:438-9).  As appropriate training sessions are then integrated into the flexible 
learning design students can then develop those missing competencies and achieve a 
sense of efficacy and control over their career goals.  
 
 
Competency Modules:  
 
 
Holden described a range of core competencies for human service workers that might 
promote a sense of efficacy.  These are immediately applicable to the organisational context 
of practice and can be foci for development.  It is argued that the full scope of all desirable 
competencies can never be satisfactorily covered by professional education, so 
competencies that are beyond course defined competencies become the responsibility of 
students in determining their own learning needs and collaboratively developing training 
packages that meet these needs.  This promotes a simulation of the experience in the field, 
where practitioners are responsible for their own learning needs and career trajectories.  It is 
assumed that it is better for proto-professionals to become acquainted early with a sense of 
personal control over and commitment to reflective learning development.  Within this model 
students are asked to reflect on their management of the case studies, of the simulation, and 
of their personal skills assessment and they are then asked to collaborate with others in the 
presentation of appropriately focussed training packages.  They are asked to support each 
other in these tasks and then they are asked to evaluate these packages to encourage 
reflective engagement with the task. 
 
 
Contextual Engagement 
 
 
This discussion takes the view that professional efficacy in human service work is 
reasonably well described by Petrovich’s concept of Enactive Mastery (Thompson 2005). 
Petrovich argues that the following strategies can be used to improve “Enactive Mastery” in 
human service work practice: 
 
1. “Provide frequent opportunities for students to practice interventions taught, both 
in and out of the classroom.” (Petrovich 2004:437.) 
2. “Provide continuous feedback that selectively focuses on success.” (Petrovich 
2004:437.) 
3. Through using role plays, audio and video “Structure skill training by breaking 
skills down into identifiable subparts and by enhancing student awareness of 
strategies used.”  (Petrovich 2004:437.) 
4. “Attend carefully to the students' subjective appraisal of each practice application 
as well as to self-appraisals of past performances.” (Petrovich 2004:438.) 
5. Attend to the trajectory of learning so that students experience the overcoming of 
difficulties over time through sustained effort.” (2004:438) while promoting 
“resemblance to situations in the field. This approach encourages the student to 
expand and deepen the application of theory and skill over time. If there are 
many practice performance opportunities” (Petrovich 2004:438). 
 
The acknowledgment of the need for enactive confidence in context requires that the 
teaching and learning environment focus on activities that encourage a sense of self-efficacy 
rather than competitiveness.  The online simulation of a practice context and the preparation 
of realistic organizational reports is designed to facilitate this learning objective. The learning 
environment that has been developed is based a simulated organizational context that 
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resembles key organizational experiences.  Students are asked to engage with 
organizational dilemmas while seeking ways of dealing with client issues (‘practice 
interventions’).  The aim is to set students up to see that the case experience is complex, but 
that there are components that can be taken-on, and that the subjective outcomes of this 
can be reflected-upon both positively and using theory.  As there is no right or wrong 
approach to case-success, every case gives students an example of how they dealt with a 
complex issue with sensitivity and reinforces the view that they can, in time, achieve the 
professional mastery that is characteristic of the profession.  
 
 
Client Narrative: 
 
 
According to the performing-artist and social worker Lucy Seligson (2004)  the deep 
humanity of human service work requires personal artistry, compassion and a helping 
relationship.  When talking about this helping relationship Seligson (2004) argued that this 
relationship was a joint narrative based on three factors: (1) Competent Skills; (2) Self-
Knowledge; and (3) Self-Efficacy. 
 
It can be argued that, when organisational cultures set the norms of wise practice, in the tea 
room, in formal conferences, when smoking out the back, and at lunch, there are both overt 
and subtle nuances about the way clients are understood and spoken to.  The artistry of 
good communication with clients is affected not just by your communication skills, but by 
your knowledge of the communicating self and by your confidence about communicating 
within your agency’s subtle (cultural) communication norms for clients. Seligson’s talk of the 
all-important joint narrative of client-worker communication, must consider that workers 
understand their clients’ stories according to influences in their organisations.   
 
The joint narrative of effective professionalism is about more than client-worker interactions.  
It is about sharing a range of individual, group and community stories, in ways that are 
organisationally approved. Wise professionals should be aware that their responses 
encourage clients to present their stories so that they fit the culture and language of the 
human service agency.  The important questions you must ask about wise therapeutic 
communication are then: (1) How do the political influences in the organisation and the 
organisational norms influence you when communicating?  (2) What self-knowledge do you 
need, to know how to develop meaningful shared narratives in the required context?  (3) 
How do you achieve the confidence to ask about and understand dynamic narratives, while 
recognising the influence of organisational power? 
 
Though it is difficult to develop proficiency in establishing the joint narrative of practice 
without contact with real clients there is value in developing a sense of control and efficacy 
when working within organisations.  Wise practitioners understand that the narrative of an 
abusive client will be presented differently in a Christian counselling service than in an 
investigative environment in a domestic violence service.  The implications are that students 
can be introduced to case dilemmas in contexts that are explanatory of the contextual 
differences in organisations.  This discussion proposes that case dilemmas be developed 
that create internal organisational conflict between the intentions of different sections of the 
practice agency.  The loyalties of counsellors in agency situations can be pitted against the 
loyalties of residential care staff in the same agency, both acting in the interests of their 
clients.  Students can through this approach establish the contextual nature of the joint 
narrative and develop familiarity with different approaches to establishing trust and rapport 
when situations are conflict-ridden.  
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Discussion 
 
This project seeks to underpin a learning model for human service training that 
acknowledges the four forms of knowledge and one form of wisdom needed in practice: See 
empirical knowledge; theoretical knowledge; procedural knowledge; self (meta-cognitive) 
knowledge and practice wisdom in Figure 5.  It supplements this model by acknowledging 
that there are several factors that impact on the development and application of knowledge 
and wisdom: commitment; confidence; competence; context; and client narrative (See 
Figure 6).  It suggests that aspects of the learning experience be contextualised so that 
students begin to develop a perception that professionalism is about self-motivation and life-
long-reflective development rather than knowledge capture and storage.   
 
Thompson (2005) argued that an essential part of professional training is about motivating 
students to commit to practice wisdom development.  This discussion expands on this and 
suggests that contextualised learning strategy can encourage a commitment to dynamic 
knowledge/wisdom development through strategically responding to the factors which 
influence practitioners when developing reflectively.  Confidence, commitment, 
competencies, context and client narrative are the situational factors which required 
consideration when practitioners are developing knowledge/wisdom. 
 
 
Figure 7:         Workshop Group 1 Office Environment 
 
Welcome to the Real Time Office Environment 
 
This is where you can access resources and communicate with your colleagues in the Real Time 
organisation. You will also be accessing your weekly Departmental tasks from here. 
 
Is it your first time here? If so, read on! 
 
You can explore this environment in any order you please. However, to access your weekly tasks 
from the In-Tray, you must first go to the Shared Space and select your group!  
Otherwise, your In-Tray will appear to be empty. 
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Figure 8: Simulation Content 
The office environment provides the following: 
• The Filing Cabinet provides resources and assessment details that are specific to studying 
HHB200 (Team Dynamics, Lecture Notes, Evaluation Forms and Assessable Projects). You 
will have automatic access to everything in the Filing Cabinet. 
• The In-Tray provides weekly tasks for each Department. To access to your Department's 
specific weekly activities you will need to first enter the Shared Space and choose (join) your 
Department. 
• The Wiki provides a collaborative space that relates to working in organisations. All students 
can access and contribute towards the information provided in the wiki. 
• The Shared Space allows you to communicate and share information or documents with 
colleagues in your department. This is a private area that is accessible to only those in your 
Department.  
 
 
This approach has required the development of a simulated organisation in which students 
take on different roles so that they can consider their confidence, their felt commitment, their 
perceived competencies, the context of practice and the influences on client narrative.  The 
simulated organisation is divided into sections within which students take on the roles that 
are informed of these five factors as would be experienced by essential workers in a 
community sector organisation.  Students access their “In-tray” and are faced with the 
dilemmas of organisations that struggle to deal with contextual factors such as: funding 
crises, internal politics, external political influences, staff relationships, client relationships 
and client needs.  The students must engage with their feelings of commitment to client 
outcomes, confidence in carrying out intervention, competence in the organisation and 
capacity to engage with the client.   
 
The strength of this approach is that it takes students partially out of their student role and 
asks them to think of themselves as workers with real needs and wants in the professional 
context.  It asks them to consider what is good for clients and at the same time, what is 
possible for them as real people who must deal with the dilemmas of practice while 
realistically meeting the needs that press them into the role of a worker.    
 
Students in this simulation are asked to reflect on their own need as well as their 
achievement of the resolution of case-situations.   By considering what their needs are, 
students can consider their motives for working in various areas.  They can then make 
informed decisions about the contextual areas they most wish to participate in, develop 
competencies in and towards mastery in.  As reflective development is essential to 
professionalism and is a self-determined process, then individuals must self-motivate and 
therefore find personal reward in increasing knowledge/wisdom in their area of expertise 
(Thompson 2005).  The learning design for human service practitioners must therefore 
include processes which encourage self-motivation and contextually rich experience.  A 
learning design which requires self sustained participation in organisationally based case-
dilemmas and recognises personal motives is valuable in this context.  
 
 
Conclusion  
 
 
This article has considered the value of online and simulated learning designs in preparing 
human service work students for practice.  The deeply human and caring nature of Human 
Service Work requires that the “important organizing ideas” which professionals acquire are 
about on-going reflective development of the knowledge/wisdom needed within professional 
relationships.  This discussion has considered some learning strategies which will help 
student-practitioners to both develop the desire to be reflective learners and to manage the 
knowledge/skills which will ensure successful interactions in their practice agencies. The 
discussion examines organizing principles as predispositions for professional relationship 
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skills rather than strategies for capturing knowledge.  It develops learning principles for a 
holistic approach to professional education and uses some on-line and simulation methods 
for facilitating the engagement of students with the dynamics of reflective life-long-learning. 
 
The discussion establishes a model of learning that requires students to critically examine 
their own knowledge as part of the reflective content of the learning task.  It requires that 
they develop strategies for developing their knowledge/wisdom, confidence and commitment 
in areas that they can look positively upon.   It establishes a model in professional 
development that students can easily understand and it then describes how this model can 
be a new approach for their learning in regard to contextual matters (organisational literacy) 
and client narrative.  The model of learning starts by considering Hudson’s model of knowing 
but recognises that professional knowledge is based on factual knowledge, conceptual 
knowledge, procedural knowledge, meta-cognitive knowledge and practice wisdom. 
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